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I. EFFECTIVE COMMUNICATION 
We pride ourselves that we live in the age of greater communica-
tion. In former times men wrote letters to one another, now they tele-
phone; reasoned statements made in the pt1blic press have been replaced 
largely by live telecasts. We are continually pressing our opinions and 
our products on our fellows and having theirs pressed on us; the wider 
and speedier means of communication is a fact. 
In communication two people, at least, are always involved - one 
who transmits and another who receives the message. Many more people 
may be drawn into the exchange at subsequent stages; impressions are 
received and are transformed into various forms of expression which in 
their turn become impressions for other people. Although one might 
think that in communication it is the message that counts most, in fact, 
the personalities involved are of profound importance and determine 
how the message is both. given and received. 
Difficulties in communication are a main ·cause of misunderstanding 
in communities and in the world at large. William Golding illustrates 
this in his "Lord of the Flies" when he describes tw_o boys, both potential 
leaders and destined to be irreconcilables. "They walked along", he says, 
"two continents of experience or feeling, unable to communicate''. A 
recent report brings out the extent to which the inability to communi-
cate reaches: 
... this matter of communication affects all aspects of social 
a-nd intellectual growth. There is a gulf between those who have 
and many who have not sufficient command of words to be able 
to listen and discuss rationally, to express ideas and feelings clearly 
and even to have any ideas at all. We simply do not know how 
many people are frustrated in their lives by inability ever to 
express themselves adequately or how many never develop intel-
lectually because they lack the words with which to think and 
to reason. This is a matter as important to economic life as it is 
to personal living; industrial relations as well as marriages ·come 
to grief on failures in communication (11, par. 49). 
1 
2 
Trade unionism and negotiation with management require articulate-
ness. One cannot but think that many disputes become deadlocked 
because of communication failure. Democracy needs men and women 
who are not only willing to give of their time to sit on committees and 
councils but who, also, have some training in forming unprejudiced 
opinions, who can listen to the arguments of others with patience and 
are able to have their views modified or even radically altered. 
Two questions may be asked: the first, what happens to impressions 
that are not expressed? We all have a certain respect for those who can 
· keep their opinions to themselves but one might .counter-ask what would 
happen to society if we all did just this. The "imprisoned thought" 
which Lawrence Durrell speaks of in Justine cannot be of value to man-
kind. In the field of education it is widely agreed that the learning pro-
cess is assisted by practice in word and action or hindered by lack of it. 
The second question is, how much thinking can be done without 
speech being employed? Edward Sapir wrote in 1921 " ... thought may 
be no more conceivable, in its genesis and daily practice without speech 
than is mathematical reasoning practicable without the lever of an appro-
priate mathematical symbolism'' (17, Introd.). Bloomfield and Newark 
have said much more recently, "There is good evidence that the lan-
guage one speaks especially the vocabulary it offers its speakers . . . has 
a definite influence on the thinking one does" ( 1, p.15). In short, our 
thinking is influenced largely by the language in which we think, and 
our ideas grow in speaking and in listening and in having speech com-
merce with our fellows. 
All the earth's tribes have their languages and these languages are . 
expressed in speech. Bloomfield and Newark define language as an 
"interpretative system" and speech as "utterances". They say: "A lan-
guage ... is that interpretative system which enables its users to make 
understandable utterances and to interpret properly utteran·ces made by 
other speakers. The utterances we call speech, the interpretative system 
language" (I, p.5). 
The means of producing speech is inherited, but the particular 
language learned is acquired slowly and laboriously: "Language is not 
an innate characteristic as, for example, walking or one,s blood group 
is" (I, p.19). We speak English be·cause we were exposed to English 
when we had to acquire an interpretative system which we could utter 
to satisfy our needs. We would, as easily, speak Chinese or Kikuyu had 
we been exposed to those languages in the same circumstances. The 
particular way in which we speak English is determined fundamentally 
by the family situation in which we have been raised, and in decreasing 
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amounts - as with the rings in a pool - by the community, the district, 
the province and the nation of which we are part. We acquire the accent 
of our relatives and fellow citizens, we copy their articulation, enuncia-
tion and pronunciation; we speak the same dialect and at much the same 
speed. 
Is there anything that bel·ongs more distinctively to a man than his 
speech unless it be his face? Man is gregarious and needs to express 
to others what he feels or wants or thinks and he also needs to hear what 
others have to say to him; what is said and heard are warp and woof to 
one another. Men need to communicate as they need tu eat and drink 
and love. 
( 
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II. GOOD SPEECH 
Speech is personal and reveals personality, but often, unfortunately, 
it is not personality at its best that is revealed. Eliza Dolittle's ~~garnl" 
made Professor Higgins shiver, but he recognised the potentiality of her 
perronality and made it possible for her to express it. Many school 
products do not do themselves justice; adolescent perso.nalities may 
appear brash or dull when they could be quite different. The inability 
to make pleasant, intelligible c·onversation is very noticeable. The think-
ing which would motivate such conversation is probably lacking but so 
also are the resources of structure and syntax, and what is most inhibiting 
of all, the facility. for fluency. 
Speaking of young people, the report, from which we quoted above, 
states, <'They are not likely to ·persevere unless something is done to lessen 
their greatest handicap - that inability to express themselves which 
soon convinces them that they have nothing to express" (11, par. 329). 
We wish to examine the situation. 
Some unintelligible speech is due to inadequacy of volume or exces-
sive speed or hesitancy or «gobbling". These conditions are due, largely, 
to lack of confidence, and opportt1nities to develop confiden·ce are of 
prime importance. When the articulators are only partially activated 
slovenly speech results, even wrong sounds are produced. Such speakers 
need to become aware of what they are doing and learn what is accept-
able speech in the social and educational circles in which they move. 
"Good speech", Daniel Jones said, <'is a way of speaking which is clearly 
intelligible to all ordinary people and bad speech is a way of talking 
which is difficult for most people to understand" ( 12, p.4). 
There are regional sound additions, omissions, variations and phone-
tic confusions which sometimes occur. These phenomena are frequently 
part of the dialect of the regions in which they are found and speakers 
are not aware that they are speaking differently. Regular contact witl1 
more standard speech modifies these differences and as a community 
becomes part of the wider nation the cliff erences tend to become fewer 
and even disappear. 
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Formerly it was possible to be content with speaking only local 
varieties of English but that time is past. We are part of the social struc-
ture of North America and we limit ourselves and our children if we 
cling to the old ways. We must communicate with the wider English-
speaking world understandably and acceptably. This does not mean 
that what is distinctively ~us' linguistically must go in favour of some 
colourless least-common-denominator form of speech. There is room 
for different accents and English has always been enriched by dialectical 
additions. Bilingualism, as between standard patterns and local dialect, 
is not only possible but has a lot to be said for it; there are some forms 
of English which carry prestige, but there is also a special rapport which 
is only possible among speakers who temporarily opt out of standard into 
dialect. Sweet went further and said '~. . . the real life of language is 
better seen in dialects and colloquial forms of speech than in highly 
developed literary languages" ( 18, p.50). 
Writing of the achievement looked for among candidates offering 
themselves for the oral examinations of the English Speaking Board, 
which are becoming a special feature in 0-levels in both England and 
Scotland, the director says "Regional characteristics which give vigour 
and elasticity to speech will be welcomed but slovenly sounds, limited 
intonation, inaudibility, inaccurate grammar and paucity of vocabulary 
are to be deplored" ( 3, p.2). 
Speech need not, of course, be expressed in words only. The exper-
ience felt and the message to be conveyed may ·well be expressed in 
bodily reaction - staring eyes, waving arms, hearty laughter, skipping 
or running or lying down. "Communication is mu·ch more than sound,· it 
includes . . . signs, looks, gestures and visual presentation" ( 2 p.3). Phy-
sical expression precedes verbal expression in the stages of man and 
normally acc.om·panies it throughout. Shakespeare bids us note that we 
should ''suit the action to the word and the word to the action". Our 
experiments in miming have shown us that having to do without words 
does two things for mime actors (mummers) : it creates the necessity for 
precise action and arouses the desire for oral expression. Both these 
facts are of great value in the development of uncertain and muted 
pupils and we are quite sure that clarity in thinking is assisted also. 
III. ORAL ENGLISH IN THE CLASSROOM 
The Pupil 
The pre-school child has been free to express himself. It began with. 
wriggling, howling, stretching and gabbling. Vocal noise then became 
speech in the interpretative pattern of the mother tongue and all the 
while round and movement accompanied one another. ,.fhere will have 
been some limitation, of course, because in the West we tend to dis-
cipline our children. Children do have to learn self-control and it is not 
always "sunshine'', but children are also realists and because it pleases 
mother or wins friends or secures candy, the adult way tends to be fol-
lowed and the sing-along cl1ild is common. 
Exceptions do occur; repressive parents, for example, tend to have 
timid children. When a child is uncertain what response he will get or 
if he anticipates a response which is unfavourable, his expression is 
muted and his manner unc·onfident. Impressions may build up on him, 
his outgoing channels may become clogged and his responses be at half 
pressure. 
Both casual and animated conversation in the home are essential 
in the social development of children. The regular common meal around 
the table when news is reported and opinions exchanged, and which 
takes place in an atmosphere of sharing, is necessary environment. The 
social growth of many ·children suffers when mothers are at work, when 
older . siblings are constantly anxious to be off, and when everyone has 
to be quiet because the television programme is on. 
. If education is to lead to a wider experience one might expect that 
the school years ·would provide opportunities for greater impressions 
and expressions and that the communication skills would be .widely 
developed. Unfortunately this is not so; school systems with large classes 
are, too often, geared to what can be absorbed and written down; oracy 
has been painfully neglected. It is scarcely an exaggeration to say that 
pupils have gone through their entire school life without hearing the 
sound of their own voices: 
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... it seems illogical that many hard working teachers of Eng-
lish who wish to enlarge their pupils' vocabulary and powers of 
written expression through the study of good poetry, prose and 
drama often deny their pupils the means of bringing words to 
life through the voice . . . . ( 3, p.8). · 
How thoroughly dull is traditional-grammar-dominated English lan-
guage study. Even if all the linguistic claims that have been made for 
English ''grammar" were justified, the artificiality and distaste, which it 
has aroused in generatio11s of pupils, would condemn it. English is the 
spoken language of virile ·peoples, and to encourage pleasureable study 
of it we need to relate it to what is alive and being communicated today. 
Writing in New Education about the Nuffield Foundation programme 
of research into the teaching of English, S. H. Burton says: "One of the 
most pernicious effects of traditional grammar has been the neglect of 
oral work in the English classrooms. In so far as our Latinised conceptual 
grammar does apply to the English language it says something about 
the written language and nothing about the spoken" ( 5, p.21). In his 
chapter on ''English Grammars", H. A. Gleason, Jr. states, "The tradi-
tional grammars had been largely based on written English, and what-
ever was said about spoken English had been fitted into the matrix set 
by the literary language" ( 6, p.83). 
Grammar apart, are we not unnecessarily restricting our pupils by 
causing most of their expression work to be done in written form? 
Writing is a more difficult medium in which to develop children's ideas 
than is speech. When they could be running, the children have to walk 
if not crawl. This applies relatively to both the bright and to the duller 
ones because, " ... all study of language whether theoretical or practical 
ought to be based on the spoken language" ( 18, p.49). 
Adolescents must have a full mind in order to speak sensibly. "Any 
education that makes sense to them must concentrate on helping them 
to talk sense" (11, par. 329). They must also have experience of getting 
on their feet and speaking pleasingly and intelligibly. Few adults can 
do so, and this is because of their lack of training. "Inability to speak 
fluently is a worse handicap than inability to read and write ... pupils 
need, in school, experiences which will not only help them to find the 
words but also give them confidence to express them" (11, par. 467). 
Social competence is of major importance in our mid-century. Very few 
school graduates find themselves in employment which does not call for 
oral expression. 
It is appropriate to refer to oral reading at this point. It may be 
asked how much oral reading is being done in the schools. We suggest 
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that lack of it is one of the contribt1tory factors in the reading crisis. 
Children's enjoyment and understanding of what they read is seriously 
affected by lack of opportunity to make the expressive sounds which the 
written words suggest and to hear them made by others. Written con-
versation, to take an example, is dt1ll when read by the eye, unless the 
reader imagines how it would be said. Good readers do this auto-
matically and frequently feel the need for saying out loud what they 
have been eye-reading. 
So far we have dealt with potentially normal speech, but there is 
an area of sub-normal or defective speech which cries out to be con-
sidered. "It is not surprising to find educational retardation and social 
maladjustment associated, to an appreciable extent, with most types of 
speech disorder" ( 10, p.6). Defects of articulation, stuttering, mutism, 
disorders of voice, organic defects, or impaired hearing represent a wide 
area for study. 
Stuttering is probably the most · easily observable defect, but how · 
frequently it occurs is not usually appreciated. Cyril Burt says one per 
cent of the total school population is affected in this way ( 4, Ch. XI). 
Few extensive surveys of speech defects have been made, but in one 
survey, made in Dunbartonshire, Scotland, in 1927, it was found that, of 
21,452 children examined, 5.6 per cent were found to be suffering from 
some form of speech disability with the majority of defects occurring 
before 8 years and with the highest peak at 7 years. An incidental fur-
ther fact noted was that 70 per cent of the 5.6 per cent were in the 
lower half of their school class by an average retardation of 10 months 
(15, Ch. I). 
The Teacher 
Teacher enthusiasm for oral expression is a major factur in imple-
menting an improved oral programme. ''To be used after all else has 
been done" is quite the wrong approach. Teachers who would wish to 
participate in such a programme must have confidence in themselves 
and be able to set an example of free expression, cheerful friendliness 
and encouragement. Only then will they be able to inspire the same sort 
of confidence in their pt1pils. 
Every teacher should, by example, be a teacher of good spoken Eng-
lish. This is not really expecting very much. We assume, without ques-
tion, that every teacher knows how to perform the basic skills of literacy 
and number, but is not speecl1 the ft1ndamental basic skill? . "We have 
no doubt that the teacher is the model and that the child will learn 
most readily and naturally by imitation" (9). 
9 
Student teachers-in-training are school products themselves and with-
out special effort being made in the training program, it could be that 
a circle of indifferent speech might continue unbroken. When one con-
siders that a class teacher may have a direct influence on a thousand 
children during his career, the consequences of his being an indifferent 
speaker are serious. We are not thinking only of word pronunciation or 
of grammar though these are important. We are thinking alro of clear 
articulation and enunciation, adequate projection and volume, controlled 
speed and pleasing modulation and also the expression of the person 
himself. 
Teachers would do well to ask themselves how much pupil partici-
pation there is in their classrooms. We would not settle for 'ans·wers-
to-questions' only, because pupil participation means "a reasonably bal-
anced dialogue in which the pupils get a fair chance" (11, par. 467). 
There is, actually, no better way to express an idea than to express it 
orally. One can put far more of oneself into oral expression than into 
any other form of expression: "Speech," Benjamin Jowett of Baliol said, 
''is the expression of all our faculties". 
Some specialist knowledge is needed to assist pupils from poor 
language and speech backgrounds "because if children feel frustrated 
through not being able to give adequate oral expression to their simple 
thoughts and ideas any retardation or anti-social bias already existing 
is exaggerated" ( 10, p.21). Overcrowded and restricted classrooms mili-
tate against good work in this field. 
When we enter the field of speech defect, specially trained therapists 
are required. Early ascertainment is desirable, 
because in the first place defective speech in some cases is 
symptomatic of an underlying abnormality that demands attention 
from other specialists . . . . In the second place a speech defect left 
uncorrected may become a nucleus of emotional disorder. Child-
ren suffering from high frequency deafness and children whose 
speech defects are due to cerebral palsy both require not only re-
gular and specialised speech treatment but also the special remedial 
methods of education, orthopaedics or physiotherapy ( 10, p.22). 
The Programme 
We know that much effort has been expended by teachers and pupils 
in presenting oral programmes to parents on Speech Nights and in public 
competitions. We know of teachers who by their own personal enjoy-
ment of literature have succeeded in "raising a spark". We know from 
our own experience how time-consuming and exhausting it all can be. 
10 
We think, however, that the best teachers want to re-think oral pro-
grammes, and to assist this re-thinking we make the suggestions which 
follow. Generally speaking we would advocate "involvement". 
Most literature and drama cannot be appreciated as they might be 
if only read with the eye, 11or does dissection (of the kind that written 
examinations seem to demand) arouse much enthusiasm. Is it just a mark 
of decadence, as some critics suggest, that sales of a book or requests 
for it from libraries fallow and do not precede the movie or television 
presentation? 
Pupil participation might well assume some pupil choice. Variety 
in choice may liven many a classroom and may incidentally cause lib-
raries to be used much more than they are. This implies, of course, inter-
esting, even exciting, library c·ontent. What of it if the choice be not 
always what the teacher would have made! Tastes can improve and a 
little unobstrusive guidance may be all that is needful. 
Learning passages by heart is sometimes a chore if imposed but 
children naturally like rhymes or jingles. We recommend poetry, prose 
and drama sessions when the teacher reads selections of a robust and 
narrative nature at appropriate levels in which the children can be 
caught up into a mood. Children's emotions, as is now well known by 
their reactions to movies, are capable of being stirred to a considerable 
degree. Where the teacher is able to recite or act and_ be free of the book 
there will be additional stimulation. We anticipate that many of these 
selections will become pupil choices in later pupil-sessions. 
We have been struck by how expressionless many student-teachers 
are when they attempt to read a part in a play. We conclude that they 
have had little experience in either reading plays or in acting a part. We 
believe that children can be assisted to overcome their inhibitions by 
forgetting that they are themselves or for the time being thinking of 
themselves as other people altogether. That there is therapeutic value 
in acting is widely accepted. 
''Let's have a play" can be fun if it is allowed to be spontaneous; 
pupils are · not all equally gifted in dramatic expression but few classes 
will have no pupils with dramatic talent, and effects-men or scene-shifters 
are needed in even simple productions. Mild ·participation often leads 
to the wish to do more next time. An audience is often unnecessary 
though an anticipated audience, if wanted, can be a spur to more effort. 
The story ip the reader, or the poem or the Bible lesson will fre-
quently provide the theme for spontaneous drama. The children will 
often suggest how it should be done a11d who should do it; they will 
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also provide the script if the teacher can ask suitable questions as to 
what this or that character might have said. Imposing adult patterns or 
standards often paralyses child spontaneity. One has only to listen to 
children 'making-believe' and note the enthusiasm compared to what 
happens if an adult has been unwise enough to assist. The capacity 
children have for creativity is a field that is too seldom explored. 
We do not scorn the scripted play, especially for older children, and 
we would urge selection from the wide choice that is to be found in 
French's Catalogue. Sets of plays can be obtained for all ages at small 
cost. A box of dressing-up clothes, to be pulled out sometimes, carries 
big possibilities for both younger and · older children and incidentally 
provides a job as wardrobe mistress for the girl who is too shy to speak 
- ''the experience of sharing a poem, play or speech should be infinitely 
satisfying and spiritually enlarging. . . ." ( 8, ·p.12). 
Acting, as we have said above, is not only "speaking", it is making 
gestures ·which suit the words. Movement is integral to acting and the 
children can be encouraged to study appropriate movements and to make 
them naturally and expressively. There is a big field of ready expression 
available in mime, folk tales not least. Children respond readily to the 
different moods of music and no one can say the adolescents of this 
decade are unresponsive in. this way either. We have observed the 
revival of the charade on television programmes and have concluded that 
many people are prepared to mime and do it very well. 
In conclusion we would mention another popular oral expression 
of our times - discussion. Discussion is fashionable; young people want 
to discuss for themselves and do not want to be told. We are not con-
vinced they always wish to reach conclusions, but we are sure there is 
value in discussion, if the subject is worth discussing, and we would 
quote from the Report from which we have quoted above - "Discussion 
may be used to develop judgment and discrimination" (11, par. 87). We 
can think of few things that are more important as the aim of a liberal 
education than the development of "judgment and discrimination". 
IV. REPORT ON EXPERIMENTS 
Since 1964, experiments have been carried out in five elementary 
and two high schools in the province by the Speech Division of the Edu-
cation Faculty of Memorial University. We use the word "experiment" 
in the sense that each new school provided a further opportunity of 
demonstrating our theories afresh; all was do11e within the general frame-
works of the thesis we have developed above. We had been "experiment-
ing'' in the same way in our teacher-preparation classes, noting the results 
and altering our techniques in the light of experience; we were now in 
the schools to see what would happen there. 
The grades selected were from three to six and from nine to eleven. 
The lower grades were closer to the freer years and the latter ones had 
those in them whom we might soon expect to have with us as teacher · 
trainees. Informality was the keynote, and building rapport between 
teacher and pupils was essential. We talked about talking and listening, 
and the children were encouraged to talk and to listen. There were 
some children who giggled and seemed to take advantage, alarming their 
teachers by apparent indiscipline, but this was an indication of the un-
accustomed freedom. We were inclined to accept the comment 'cshe let 
us talk" as a tribute. 
In the elementary grades the demonstrator acted out certain simple 
situations and the children were asked to say what was being portrayed. 
They were encouraged to join in, first as a class, then as groups, fin-
ally as individuals - the demonstrator withdrawing whenever possible. 
Guessing what had been acted was not encouraged. If the mime had 
to be guessed, it had not been clearly thought out by the mimers and 
had, therefore, not been effective. 
Charade games on television frequently show the frustration of 
inexperienced charaders because speech is forbidden. We found this too 
among the children when they were miming but welcomed it, for when 
they said "Can we talk next time?" we knew they were ready for the 
next step which followed closely - ~'If you are going to talk, you must 
talk clearly", and so we began to use articulation exercises. In passing, 
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it is noteworthy that the children were more interested in the physiology 
of speech than teacher trainees were. 
Two facts stood out clearly as a result of experimenting in the 
elementary grades. The first was that children of wide mental gradings 
responded; brighter children found that they could express themselves 
more quickly when speaking than through writing, while duller ones 
found that speaking was something that they (some of whom had be-
come accustomed to thinking they Oo nothing well) at times could even 
do better than the others. The second was that the willingness of resi-
dent teachers to participate from the beginning was essential. Where 
the teachers themselves were eager to get on with the job the experiment 
was able to continue and develop; where they were passive, it tended 
to diminish as soon as the demonstrator left. One reason for this, of 
course, is lack of knowledge and confidence, but when these have been 
acquired this type of programme will flourish. 
At the high school level, because of longer conditioning to non-oral 
activities, pupil participation was naturally more hesitant, but we intro-
duced the same sort of programme as we have described above, taking 
into account the difference in age. We also described to the teacher the 
end result which we anticipated in the establishment of spoken English 
standard tests. These tests, we suggest, could be introduced during the 
high school years, but preparation for them would span the entire period 
of schooling, with intermediary testing along the way. The preparatory 
programme ·Could be started at any stage, but the earlier the better. 
There would be four tests: 
I. Oral Reading. The pupil offers a book he has read and the examiner 
chooses a passage from it to be read aloud. The pupil must begin by 
giving a brief account of the whole story and in particular what goes 
immediately before the chosen passage; he then reads. 
2. lnte.rpretation. A memorized poem or dramatic piece is spoken by 
the pupil who has to try to express himself as if he were the person 
involved. 
3. Personal Projects. The pupil must communicate his interest in a 
topic of special interest to himself and in which he has done some 
investigation. He must use clear speech and concise language. He 
may use audio or visual aids and enlist the help of other pupils. It 
will be seen that this exercise has wide possibilities for stimulating 
~ learning. 
~ 
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4. Discussion. This test gives the examiner and audience (pupils and 
staff) the opportunity to ask questions of the pupil being tested on 
any of the above topics; it also gives the pupil the chance to demon-
strate his ability to elaborate what he has already said. 
It was interesting to find that in one school the teacher reaction to 
the description of this programme was that it should be carried 'Out by 
the English teachers only, while in another all teachers wanted to share. 
We would say that though it is appropriate for the English staff to deal 
particularly with articulation and related similar problems (and also, 
perhaps, with the ''Interpretation" test), we can see many reasons for 
all departments cooperating in the final testing, which should not be 
regarded in terms of passing or failing, but rather in terms of achieve-
ment, and indeed as a pleasant climax to the whole programme of pre-
paration. 
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